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The subject of this Master thesis is individual learning style, the role it plays in language acquisition and how it is accounted for in the language teaching classroom. Although many second language teachers may not be familiar with the concept of learning style and some might not be convinced by or agree with the evidence presented in this paper, most teachers will admit that there is often a considerable amount of individual variation in the language class. Any group of students is different from the next and responds differently to a certain teaching technique. To put it in the words of individualised learning teacher and author Papalia: “No one single approach or method is going to be successful all the time for all students” (Papalia 61).
There is also often much in-group variation: take a given group of students without prior exposure to a certain language, teach them the language for a year and at the end, it is very likely that not two of them will have reached the same state. One way of accounting for these individual differences is in terms of learning style. This has also been addressed in the literature before, that “[l]earning ha[s] always been a highly individualised process, of course. But teaching ha[s] usually taken place as if all learners required the same presentations, the same amount of time and the same learning materials” (Allen and Valette 1972, cited in Altman and Vaughan James 95). However, this discrepancy can be solved by what is called teaching for individual learning styles, which will also come up for discussion.
1.2 Outline

This paper consists of three parts. The first part is chapters 2 and 3. Chapter 2 deals with the concept of learning style and how to assess it. Moreover, it discusses the role learning style plays in the language-teaching classroom. Chapter 3 gives an overview of an often-cited language teaching method, The Natural Approach, based on Stephen Krashen’s theoretical framework. Furthermore, chapter 3 looks at how pupils with a certain learning style will or will not benefit from this approach, because the author makes the claim that all language learners will benefit from The Natural Approach, regardless of learning style. The purpose of this chapter is to investigate how learning style is taken into account in theory.
	The second part of this paper consists of chapters 4 and 5 and focuses on learning style in actual teaching practice. Chapter 4 gives a rough sketch of the Dutch educational system. The purpose of this sketch is to provide room for a better interpretation of chapter 5, which consists of interviews with teachers of English from different Dutch schools. In these interviews, the teachers are asked whether they are familiar with the concept of learning style and, if they are, if and how they pay attention to it in their daily teaching routines.
	The third part of the paper, chapter 6, gives a few examples of how teaching can be individualised for learning style. Firstly, some small adjustment ideas are given, leading up to bigger adjustments. The chapter ends with two examples of more radical ways of individualising for learning style. 	




2 Learning style: Defining and Assessing, and its Role





According to Dunn et al., “[l]earning style is a biologically and developmentally imposed set of personal characteristics that make the same teaching method effective for some and ineffective for others” (Dunn et al. 50). In a 1990 interview, Rita Dunn emphasises the notion that style is largely, namely for three-fifths, biologically determined (Restak 1979, Thies 1979, cited in R. Dunn 15).
Keefe and Monk see style as  “the characteristic cognitive, affective, and psychological behaviours that serve as relatively stable indicators of how learners perceive, interact with, and respond to the learning environment” (1986, cited in Debello 203). Debello continues with an even more generic definition: “Learning style is the way people absorb, process, and retain information” (Debello 203). 
Vermunt uses four different prototypes as learning styles. The Disoriented learner works in an unstructured manner without direction and has trouble determining what is important and what is not. The Reproductive-oriented learner works in small steps, focuses on details and has a tendency to memorise material word for word. Passing tests is important for this learner. The Meaning-oriented learner focuses mainly on understanding the subject. This learner often reads extra, non-compulsory texts to fully get a grip on the matter at hand and learns from a personal interest in the matter. The last learner, the Application-oriented learner learns in a concrete manner, linking the material to be learned to his or her own environment and using real examples (Vermunt 1992, cited in Verloop and Lowyck 162-3) It follows logically that these style can make a difference in the language learning classroom. The Disoriented learner for example needs more teacher guidance than the other types.
Busato et al. conducted research on Vermunt’s learning style prototypes, assessing students’ learning styles at two different moments with a 3 to 14 months interval in between. They found that the learning behaviours of these students are stable and consistent over time (Busato et al. 1998, cited in Verloop and Lowyck 166).
In a special issue of The International Review of Applied Linguistics in Language Teaching devoted to learning styles and strategies, Oxford defines learning style as following: “Learning style is an overall pattern that provides broad direction to learning and makes the same instructional method beloved by some students and hated by others” (Oxford 273). She then continues to divide style into different dimensions, like sensory (visual versus auditory), social (extrovert versus introvert) and cognitive (detail-focused versus holistic).
In the same issue, Cohen describes style in terms of many binary dimensions: being abstract and intuitive versus being more concrete and thinking in step-by-step sequence, being global versus being particular, being synthesising versus being analysing, being visual versus being auditory, being impulsive versus being reflective, liking to keep all options open versus being close-oriented and being extroverted versus being introverted (Cohen 279-80). Both Oxford and Cohen emphasise that the dimensions are to be seen as continua: not one individual is completely introverted or 100% extroverted, but rather slightly more one than the other.
Many more researchers have characterised styles in binary dimensions. Often used are the terms left versus right, analytical versus global and inductive versus deductive, and time and again these are used interchangeably. Left, analytical, inductive learners are often more successful in learning in small steps leading to understanding, while right, global, deductive learners learn better by “obtaining meaning from a broad concept and then focusing on details” (Dunn et al. 50-1).
From his experience learning theory, Kolb divides learning style into four different types of learners: 
-	divergers, whose strength lies in the practical application of ideas,
-	assimilators, with imaginative ability as their strength,
-	convergers, who are best at creating theoretical models, and 
-	accommodators, whose strongest point is actually doing things and creating new experiences (1984, cited in Heffler 308). 
Such a notion already existed in the field of developmental psychology, where “[c]hildren and students could often be categorised as either hear-learners, see-learners or do-learners (Felder and Silverman 1988, Barbe and Milone 1981, cited in Heffler 308). This, of course, has an influence on the classroom learning process. Hear-learners might have trouble processing written material, while see-learners are less able to take in aural information.
Another way of defining style comes from researchers who borrowed their constructs from the field of general psychology. An example is the concept of field-dependent versus field-independent. Field-dependent learners prefer to work in a global way, while field-independent learners are more likely to work in an analytical manner. There are indications that field-dependent learners are better at learning in an informal, communicative learning setting, whereas field-independent learners do better in formal settings with a focus on form (Hansen and Stansfield 1981, Day 1984, Chapelle and Roberts 1986, Abraham and Vann 1987 cited in Ellis 249-250).    
Dechert (1984), Wenden (1986) and Willing (1988) (cited in Ellis 250) have suggested that learners differ in style on two binary dimensions. The first is active versus passive, which means that active students are more persistent and take more responsibility in their own learning than passive learners. The second is studial versus experimental, where studial students prefer to learning in formal settings, where achieving accuracy is the main goal, while experimental students perform better in informal settings with a focus on communication.







	Since there are so many ways of defining learning style, it follows logically that there are almost as many instruments to asses an individual’s style. 
One of these is the Cognitive Style Profile, developed by Hill in 1976. According to Hill, learning is “[t]he unique way in which an individual searches for meaning” (Hill 1976, cited in Debello 207), and this way can defined in terms of three major categories: the perceptual modalities, modalities of inference and cultural determinants. The test itself exists of a 50-minute self-report questionnaire and a complement interview.
In the same year, Kolb came with his own instrument, the Learning Style Inventory. This inventory, meant for adults, is a self-description questionnaire with 9 items. Heffler gives an example of such an item:
“1. Discriminating – tentative – involved – practical.” (Heffler 309)
	The learner is asked to rank the words according to which fits his or her personality best, giving a 4 to those that fit best and a 1 to the least fitting word. The sum of the scoring reveals which of four styles an individual most exhibits: converger, assimilator, diverger or accommodator (the meaning of these is discussed above) (Kolb 1976, cited in Debello 214).
	Similar to Kolb’s LSI is Gregorc’s Style Delineator (1977, cited in Debello 215), where learners are asked to rank four words in a 10-item self-report test. Gregorc also discerns four learning styles, namely abstract random, abstract sequential, concrete random and concrete sequential. All learners exhibit all four styles to some degree, but most learners have shown to exhibit at least one of them far more than the other three. Gregorc emphasises his belief that style is biologically determined; trying to change learning style is the same as trying to change eye colour permanently. When learners encounter a task unsuited for their style, they are required to be flexible, “but may not be as smooth or efficient as in their natural style” (Gregorc 1977, cited in Debello 215).
	Schmeck’s Inventory of Learning Processes for college students contains 62 true-false statements, divided over four categories, being synthesis analysis, study methods, fact retention and elaborative processing. The results place the learner on a continuum of information processing, with on one extreme “shallow, repetitive and reiterative processors” and on the other extreme “deep and elaborative processors”. Learners on both extremes are able to pick up information and retain facts, however the way they process information differs, requiring different forms of delivering information. (Schmeck 1977, cited in Debello 211-212).
	Yet another way of assessing learning style is Hunt’s Paragraph Completion Method. This instrument requires students to complete six lead sentences. On the basis of the complexity of their answer, rather than length or content, learners can be scaled on conceptual level. Low scorers are dependent learners, requiring rules, structure and authority, while high scorers are independent learners, preferring less structure, and who are more self-assertive and in need of alternatives (Hunt 1978, cited in Debello 213).
The National Association of Secondary School Principals (NASSP) developed the Learning Style Preferences (LSP), another self-report test to determine an individual's learning style. The LSP exists of 23 subscales, which asses both internal and external factors influencing a learner's preferences for learning. Among internal factors are cognitive and affective factors, like the ability to categorise and short-term memory skill. An example of external factors is the environmental factor, like preferences to work in a dark room, or in complete silence or to study early in the morning rather than late at night (NASSP, cited in Mallett 48-51).
Pioneers in the field of learning style are Rita and Kenneth Dunn. First becoming involved in the subject as a result of a project to help underachievers improve their reading skills, they developed a Learning Style Inventory (LSI). The 100 elements of the LSI can be divided into five categories: environmental, emotional, cognitive, sociological and physical elements. (Dunn et al. 1979, cited in Mallett 18-23). Environmental elements include light, temperature and sound. Some students prefer to work in complete silence, while others prefer some kind of background noise. Emotional elements are for instance motivation and persistence. Some students are highly motivated and can overcome obstacles in learning, while others are less persistent and give up more easily. Among the cognitive elements are reflective versus impulsive, which means that some students are more likely to jump into things than others. Sociological factors include preferring to work in a group, alone or with an adult. The physical factors are factors such as perceptual modalities; some students process information best when giving and worked with orally, while others prefer written instructions and assignments. Originally intended for secondary school pupils, the Dunns developed different versions of their LSI, including a version for adults and one for primary school pupils. 

2.3 Matching and Mismatching: The Role of Style

	So far it is clear that there are many definitions of style and almost as many ways of assessing an individual’s style, but one might wonder why it is important to know what style an individual learner exhibits. The current section discusses studies that have shown the role of style in language learning situations, matched and mismatched to a particular learning style. 
A 1989 case study of two adult learners of German by Ellis showed that previous experiences can influence a learner's style, and in turn the learner's results. One of the two learners in the study, Monique, adopted a learning style which did not suit her, but which was required for the form of instruction of the course. In return she performed less well than the other student, whose style matched the form of instruction in the course. The results of the study lead Ellis to suggest that a match between instructional style and learning style may indeed result in higher achievement. If there is no match, learners may be able to adapt their style to the form, like Monique, but at the cost of making less progress (Ellis 249-62).
Also in 1989, Mallett studied the learning style preferences and foreign language learning achievement of 457 high school foreign language students, using the LSP, developed by the NASSP. She found that French students who scored high for Verbal Risk Taking had significantly higher grades than those who scored low. The teachers of this class most likely emphasised on oral production in class, so students who were willing to communicate scored significantly higher grades. She also found that regular second year students with a strong preference for the visual modality scored higher than those with a preference for auditory modality. The teachers of this class most likely preferred to give written instructions and assignments over oral instructions. Students who preferred written instructions were therefore better adapted to the system and scored therefore higher grades (Mallet 66-92).
Several studies (Carbo 1989, Jasonbeck 1984, Kroon 1985, Urbschal 1977, Weinberg 1983, Wheeler 1980, 1983, cited in Dunn et al. 52) have shown the role of matching the perceptual modality. Giving oral instructions and assignments to students preferring the oral modality and giving written instructions and assignments to those preferring the visual modality lead to statistically higher grades for both types of learners. Moreover, Martini (1986, cited in Dunn et al. 52) found that not only achievement increased, but also the attitudes changed positively, i.e. students enjoyed coming to class because of the matched modality.
Debello studied the achievement of students on a writing assignment in instructional situations both matched and mismatched with their sociological preferences. The three styles used were working alone, working in small groups and working with an adult. The results showed that there were no significant differences between the learning style groups. In other words, exhibiting a certain learning style does not make an individual a better learner than another who has a different style. Rather, Debello found that students mismatched with their individual style scored significantly lower and those matched with their individual style scored significantly higher (Debello 1985, cited in Dunn et al. 54).
Other studies by Giannitti (1988), Miles (1987) and Perrin (1984) (cited in Dunn et al. 54) also showed that achievement was significantly higher when students were matched with their individual style with regard to sociological preferences, and significantly lower when they were mismatched. These findings hold for different kinds of learners, like under-achievers, students with learning problems, gifted and non-gifted learners, and also for learners of different ages, from primary school pupils to adults.
Zampogna et al. tested 154 secondary school language learners in two different learning environments; a traditional, teacher-centred setting and an individual setting that required working without teacher involvement. They used Hunt’s Paragraph Completion Method to test the conceptual level of each individual student, and found that the higher a student’s conceptual level is, the better the student performs in an individual setting (Zampogna et al. 443-7). This does not come as a big surprise when considering that low scorers on Hunt’s Paragraph Completion Method are in need of structure, which is provided in a teacher-centred setting. High scorers on the other hand are more self-assertive and are thus more capable of working without teacher guidance as in the individual setting. 
Interestingly, matching a student with the instruction appropriate for his or her learning style also plays a role in subjects other than language learning. For instance, Ester determined the learning styles of 60 music students with Gregorc’s Style Delineator and found that, although concrete learners, whether they are random or sequential learners, performed equally well with computer-assisted instruction as in a traditional lecture setting, abstract learners on the other hand performed significantly better in the traditional lecture setting (Ester 129-41). 






	This following chapter investigates how a particular language teaching method, The Natural Approach, appeals or does not appeal to learners with different learning styles in theory. The reason for choosing this method is that it is an often-cited method, and after encountering it numerous times in the literature, I was curious to see how this method incorporates the notion of learning style. 
The chapter starts off with an overview of Krashen’s theoretical framework on which The Natural Approach is based (3.1). Secondly, the way in which this framework is implemented in the classroom is looked at (3.2). Lastly, I will focus on the matching or mismatching of different learning styles with The Natural Approach (3.3).

3.1 Theory behind Krashen’s Model

Krashen’s Model, also known as the Natural Approach, is based on five different hypotheses. The first hypothesis is the Acquisition-Learning Hypothesis. This means that humans have two ways of gaining linguistic competence in a second language. The first way is learning, i.e. the conscious, formal, explicit knowledge about a language. The second way is acquiring, i.e. the subconscious, implicit knowledge, gained through real communication. In addition, the hypothesis predicts that adults are still capable of acquiring language like children do (Krashen 10-1).
	The second hypothesis is the Natural Order Hypothesis, which says something about the order in which languages are acquired and states that “in general certain structures tend to be acquired early and [others] to be acquired late” (Krashen 12). This order seems to be the same for both adults and children and for learners with different first languages. An example, given by Krashen and Terrell, comes from the acquisition of grammatical morphemes for English as a second language: most learners acquire plural –s earlier than third person singular –s. (Krashen 12-5)
The Monitor Hypothesis is the third hypothesis and predicts that consciously learned knowledge only serves as a Monitor, i.e. an editor. “[A]cquistion initiates our utterances in a second language […] Learning comes into play only to makes changes in the form of our utterances, after it has been produced by the acquired system” (Krashen 15). Furthermore, monitor use is only triggered when a given rule that needs to be used is only learned and not yet acquired (Krashen 15-20).
	The Input Hypothesis says that acquisition takes place when the input is comprehensible; in other words, when the input is at the same stage or a little beyond the level of the acquired competence of the learner. Meaning is used to help acquiring the language. It further predicts that speaking fluency is not taught, but rather follows from listening comprehension. (Krashen 20-30).





3.2 Classroom Implications for Krashen’s Model

The theory on which the Natural Approach is based is laid out, the question remains how can it be implicated in the classroom. The key to classroom implications is communication. According to the theory, comprehensible, real communication leads to acquisition, while for instance grammar teaching only leads to learning. According to Krashen and Terrell, grammar acquisition will follow from comprehensible communication. 

3.2.1 Listening and Speaking

	Different stages are distinguished in the Natural Approach. In the initial stages, also called the silent period, the focus is on listening comprehension tasks. This in order not to force the students to talk before they are ready. An example of tasks such as these is based on James Asher’s Total Physical Response. The teacher gives commands in the target language, which students need to act out. Starting with simple commands like Touch your nose and slowly moving on to more complex commands like Pick up a pencil and put it under your book (Krashen and Terrell 76). 
	In the next stage, early production emerges. Starting out with simple questions like either-or questions (Do you like cats or dogs?), or questions that require a short, single word answer (How old are you?). The next step is extending production through the use of open-ended sentences and open dialogs (Krashen and Terrell 78-80).  
	The main focus of the Natural Approach is on real life communication, where the teacher provides discussion on a wide variety of topics that students are interested in, and involves tasks such as revealing information about oneself and problem-solving tasks, using charts and maps (Krashen and Terrell 100-20).
	Tasks can be done in pairs, small or larger groups or by the class as a whole (Krashen and Terrell 124-27).

3.2.2 Reading and Writing

The Natural Approach puts emphasis on listening skills, while gradually introducing speech production, but reading and writing have not been mentioned yet. According to Krashen and Terrell, “reading is a skill which is not necessary to the approach” (Krashen and Terrell 131). Furthermore, reading only provides learning rather than acquiring. Reading should only be introduced when the students are ready, i.e. have acquired enough to use the learned knowledge for monitoring (Krashen and Terrell 142-3). 
Although writing is not a necessary part of the Natural Approach either, Krashen and Terrell list four reasons why it can be included in class:
1.	to record and review vocabulary in the prespeaking stage. Students write down important words that the teacher writes on the chalkboard.
2.	as an integral part of an oral activity which provides comprehensible input. Students make use of a written chart to communicate a certain goal, for instance when the train leaves.
3.	as practice in Monitoring. For example, students doing tasks that require them to fill in the proper grammatical form of a verb in a given sentence.
4.	as a practice goal, for students who need the writing skill as an academic skill (Krashen and Terrell 149).
However, Krashen and Terrell emphasise that writing can have “some adverse effects, such as overdependence on the written word, or interference in pronunciation because of same native language orthographic correspondences” (Krashen and Terrell 150).




	Explicit grammar teaching only leads to learning, and although it helps build the monitor, it is not as important as acquired grammar, which follows from comprehensible input. Nonetheless, for those teachers who do wish to incorporate grammar teachings in their class, Krashen suggests that they do it via deception: “as long as grammar is taught in the target language, a great deal of acquisition will take place, the medium being the message” (Krashen 188). However, since the knowledge about grammar does not serve any purpose in real life communication, this will only hold for students who consider grammar as a topic of interest.

3.3 Learning Style According to Krashen

	Since the subject of this thesis is the notion of learning style, this current section will focus on how this notion is reflected in the Natural Approach, by first reviewing Krashen’s own ideas of learning style. 
In his theory of language acquisition, Krashen distinguishes three types of learners or learning styles, which, according to him, account for the individual variation found in second language acquisition. The three types are Monitor over-users, Monitor under-users and optimal Monitor users. The Monitor over-users are learners who try to use the Monitor all the time, resulting in hesitant speech and lack of fluency. Anxious learners who do not trust their own competence are likely to over-use the Monitor. Monitor under-users are the exact opposite, namely these learners do not pay attention to the conscious rules at all. They are likely to be very fluent but not very accurate and are unlikely to be influenced by error correction. The third type of learner, the optimal Monitor user, is the learner who uses the Monitor when necessary. In ordinary conversation they will not use their Monitor but they will in writing (Krashen 18-20).
	Important here is that Krashen emphasises that these types are not fixed or biologically determined. The goal of the second language teacher is to change all students into optimal Monitor users. This in contrast to Gregorc and the Dunns, who claim that learning style is biologically determined and cannot be changed.

3.4 The Natural Approach, and other Definitions of Learning Style
	
	The two most important claims Krashen makes about learning style can be summarised as follows:
1.	Learning Style only concerns the use of the monitor and not the intake, processing or retaining of information.
2.	Learning style is not biologically determined and one of the language teacher’s tasks is changing the pupils’ learning styles.
	According to Krashen, “the acquisition-oriented classroom will serve everyone” (Krashen and Terrell 61) However, the teaching method fails to take in account the different learning styles as mentioned in chapters 1 and 2. 
3.4.1 Learners who Benefit from the Natural Approach

Some learners may very well benefit of the Natural Approach. For example, learners defined as accommodators according to Kolb’s Learning Style Inventory may benefit because they get a chance to actually work with the material, since speaking is working with the language.
Also learners who score well on the NASSP’s LSI for Verbal Risk Taking, who are willing to communicate and so-called make a fool of themselves, will do very well in the Natural Approach classroom. The experimental and field-dependent learners are predicted to perform significantly better in an informal learning setting with a focus on communication, so for these learners the Natural Approach may be an appropriate teaching technique. 

3.4.2 Learners who do not Benefit from the Natural Approach 

	Nevertheless, not all learners are at their place in the Natural Approach classroom, despite Krashen’s claim that they should be. 
Field-independent and studial learners have been proven to acquire a great deal more in a formal language-teaching environment with a teacher-oriented attitude. These learners may be able to come along in a Natural Approach classroom, but they will be far more successful in a classroom where the focus is on accuracy.
	Students scoring low on Hunt’s Paragraph Completion method require the feedback and error correction Krashen denies them, while high scorers, who are in need of alternatives, might get bored with the repetitive nature of mainly speaking tasks.
	The Dunns distinguish different sociological learning types, namely students who perform best when working in groups, in pairs, with an adult or alone. The first three will no doubt benefit from the Natural Approach. The latter, however, will not, because most, if not all, of Krashen’s tasks involve working with someone else. 
	Last but not least, there is the modality preference. Learners who are able to best retain information that is presented orally will surely find their niche in Krashen’s classroom, but learners who do better with the written modality may not benefit so much.




4 The Dutch Educational System





The basic principle of Dutch education is the distinction based on academic ability. At the end of primary school, pupils are assessed at their level of academic ability. On the basis of this ability, the pupil is recommended to go on to VMBO, HAVO or VWO education, of which a brief description will follow.
VMBO stands for voorbereidend middelbaar beroepsonderwijs, literally translated as preparatory middle-level vocational education. The course takes four years. Graduating from VMBO grants admission to a MBO (middelbaar beroepsonderwijs, literally translated as middle-level applied education) education. VMBO offers four different learning paths:
-	Theoretische Leerweg (lit. theoretical learning path) offers mostly theoretical subjects. If pupils choose Math and French or German as subject, they are allowed to enrol in 4th grade of the HAVO after graduation.
-	Kaderberoepsgerichte Leerweg (lit. middle management-oriented learning path) consists of four general subjects and two vocational subjects.
-	Basisberoepsgerichte Leerweg (basic profession-oriented learning path) consists of four general subjects and a vocational training program. Pupils taking this path have to specialise in a sector at the end of the second grade: technology, welfare, economics or agriculture.
-	Gemengde Leerweg (mixed learning path) is a combination of the Theoretische Leerweg and the Kaderberoepsgerichte Leerweg, offering a combination of theoretical subjects and vocational training. (Ahlers 58-9)
HAVO or hoger algemeen voortgezet onderwijs, literally translated as higher general prolonged education is a 5-year course. Graduation from the HAVO grants direct access to a HBO (hoger beroepsonderwijs, literally translated as higher applied education) education. VWO or voorbereidend wetenschappelijk onderwijs, literally translated as preparatory scientific education, is a six-year pre-university course, granting direct access to WO (wetenschappelijk onderwijs, literally translated as scientific education) upon graduation. For both HAVO and VWO, there are a number of subjects compulsory for all pupils. These include Dutch, English and history. In addition, a number of subjects are chosen in the form of profiles. There are four different profiles:
-	Natuur en Techniek (lit. nature and technology), including physics and chemistry.
-	Natuur en Gezondheid (lit. nature and welfare), including physics and biology.
-	Economie en Maatschappij (lit. economics and society), including economics.
-	Cultuur en Maatschappij (lit. culture and society), including cultural subjects such as art. 
Apart from the subjects associated with the profile, pupils have to choose at least one additional subject. (Ahlers 61)
As for language education, all schools offer at least three foreign languages: English, French and German. Some schools also offer Frisian, Spanish, Arabic or Russian as a foreign language subject. English is a compulsory subject for all pupils. Besides that, all pupils, except those enrolled in the VMBO Basisberoepsgerichte Leerweg course, are obliged to take on at least one more foreign language.

4.2 After Secondary School

	After graduating from secondary school, pupils can enrol in a tertiary education. In principle there are three types of tertiary education in the Netherlands: MBO, HBO and WO.
	Pupils with a VMBO certificate can enrol in a MBO course. This type of education can last anywhere from one to four years and offers anything from theoretical training to vocational training.
	Pupils with a HAVO certificate are allowed to enrol in a HBO course. The average HBO course lasts four years and is rewarded with a bachelor’s degree. After the first year is successfully finished, students are rewarded with a propedeutic diploma.




Article 23 of the Dutch constitution states that “education is free”, which basically means that anyone who has a certain vision of education, be it religious or pedagogical, is allowed to start an educational institution, as long as the quality of teaching meets the official requirements. It is because of this article that there is huge diversity in Dutch secondary schools. According to CFI (Centrale Financiële Instellingen, or Centre for Financial Institutions), in 2008 there were a total of 1627 secondary schools in the Netherlands. Of these 1627 schools, 338 schools offer education for special needs, for pupils with both physical and / or psychological disabilities. 584 Schools offer education from a religious point of view, and 331 schools are so-called Common Special Schools (Algemeen Bijzondere Scholen). 148 schools offer a combination of the above. Only the remaining 325 schools are public (CFI, 2008).
	The common special schools are common in the sense that they are not religious but special because they offer education from a certain pedagogical point of view. These views, for instance, hold ideas about how pupils should be taught or what role the pupil must have in the classroom. Since I will not be able to describe all forms of education here, I will give two examples to illustrate what such a view can look like. 
	The first example is that of the Vrije School (translated as Free School), which teaches from anthroposophic point of view as formulated by Rudolf Steiner (1861 – 1925). Anthroposophy divides, not just pupils, but all humans beings into different types. Up until puberty there are four different types to which a human being belongs, namely choleric, melancholic, sanguine and phlegmatic. Their most important characteristics are:
	Choleric: fast, energetic, lives at high speed, looks for challenges.
	Melancholic: quality before quantity, tendency to hold to things, aims for perfection.
	Sanguine: agile, carefree, short attention span, prefers contact with adults.
	Phlegmatic: difficulty getting started but once started finishes the task, likes repetition (Lubberdink, cited in Terlouw 36-41).
	From puberty onwards, anthroposophy divides humans into six planetary types, namely Saturn, Jupiter, Mars, Venus, Mercury and Moon. (Pronk, cited in Terlouw 45-52)
Since all human beings exhibit one of these types, it is no wonder that they bring their characteristics with them into the classroom. The anthroposophic stance on education is that these differences should be appealed to in the classroom, although the amount of individualised teaching is up to the individual teacher. A few examples of how the Vrije School appeals to these types is by offering a diversity in the kind of tasks, in-class variation and teacher – pupil interviews with a focus on the personal learning process (Terlouw 53).






In order to gain more insight into how the Dutch educational system pays attention to individual learning styles in the daily classroom routine, I conducted interviews with teachers of English of different kinds of schools. Each teachers was asked the following questions:
1.	Are you familiar with the concept of learning style?
2.	If you are, do you pay attention to it in your teaching?
3.	If you do, in which ways to you pay attention to it? If you don’t, would you like to?

I’d like to emphasise here that the conducted interviews only include five teachers and that the findings can hardly be called representative for the entire system. They do, however, raise a corner of the veil.

5.1 Interview with Mr. Van Aken, teacher of English at Montessori Lyceum Herman Jordan, Zeist (HAVO / VWO)

	“Herman Jordan is a school based on the Montessori method and its official motto is “teach me how to do it on my own”.  The basic premise of the Montessori method is that a child is capable of self-directed learning. In our school this is realised in several ways. Our school year is divided into four periods, and for each period a certain amount of tasks and assignments needs to be done for each subject. It is up to the pupil to plan and make these assignments in time. Of course, a pupil cannot be expected to be able to do this from the first day on, so a certain amount of guidance is provided to teach a pupil how to cope with this. Another example is the setting of tests. A teacher will provide an opportunity to take the test in class; however, a pupil is not obliged to take it at the specific time. The pupil is allowed to take it at another time, for instance during one of the self-study hours. During these hours there are no lectures, but a pupil is free to go to any class to, for instance, take a test, or ask for supplementary explanation. These matters give the pupil the responsibility and opportunity to develop and study in his or her own way.
	“Nevertheless, despite this opportunity, it can be quite hard to actually teach and cater for individual learning styles, especially if you do not know how exactly an individual takes in and processes information. After all, whether a pupil reads in a global or detailed manner is hard to tell when all the reading takes place at home. However, there are a few ways in which we try to teach for individual differences. Recently we purchased a large number of audio books of the basic literary works of English. We know some pupils, for instance those diagnosed as dyslexics, prefer to work in the aural modality rather than reading, and the audio books in combination with the written word might help them.
	“Another example is the word acquisition assignment, which appeals to two types of learners: those who work in a syntagmatic manner, i.e. those who learn best when encountering a form in context like spoken or written text, and those who rather work in a paradigmatic manner, i.e. those who learns best in context like a list. The assignment is set up as follows. The first step for the pupils is to read a text, a book or listen to spoken text. From this material the pupils note down words they are unfamiliar with. The next step is for them to guess the meaning of the word, preferably by looking at the context. The third step is to look up the word in an English dictionary. Lastly, based on the information found in the dictionary, they revise the meaning of the word if necessary, and provide an adequate translation. This task does not only appeal to different types of learners, it also provides them the chance to practise working with a dictionary and also to practise formulating a hypothesis by first guessing the meaning of the word and testing the hypothesis by looking it up. 
	“There are also times where, rather than falling short, we overappeal to some learning styles. In some reading tasks we ask pupils to make a schematic overview of an article, which helps to provide insight into the structure of a large text. Some pupils benefit from such tasks, however, those who have good visual memory do not need such a schematic overview, but still they are required to do such a task. 
	“It is hard to provide each individual pupil with the precise teaching and guidance he or she needs, for reasons of time and the nature of both our school and the educational system as a whole. Large groups of pupils leave not enough time to give each and every pupil the amount of guidance needed. Less persistent pupils who are in need of structure and a substantial amount of teacher guidance might fail due to the large responsibility pupils bear in this school. Lastly, pupils who have the academic ability to take the VWO course, but have a practical learning style rather than an abstract learning style, might fail because of the abstract nature of VWO education. 
“Of course, I would like to be able to do more with the individual learning styles, but I think, to completely get it right, it requires a complete restructuring of the entire educational system, for which there is neither time nor money nor enough teachers.”

5.2 Interview with Ms. Barth, teacher of English at Instituut Broers (MBO)

“Instituut Broers is a private school with an achievement-oriented attitude. While MBO courses at other institutions usually take three years, the MBO courses offered at our school take two years. We also offer our students guaranteed employment when they finish the course with a minimum absence of 15%. I think this is reflected in our students in the way that we expect them to be motivated. However, it must be kept in mind that when they start at our school, they have just left VMBO. They are only 16, 17 years old and usually very teacher-dependent. So, apart from the regular course, we also train our students to become independent youngsters, who realise they study not because the teacher wants them to, but for themselves.
“I recognise the different learning styles my students have, and I always try to make sure that the way I teach appeals to all of them. I know that some of my students require a lot of visual input to take in information. Most of them also have trouble staying focused on something for longer than 15, 20 minutes. After that period they just lose interest. This is of course something that, as a teacher, you have to act upon in order to remain in control of the group. The way I do this is by varying tasks. Let’s say for instance that the students start the lesson by working on an assignment from the book, after 15 minutes I will ask them to close their books and start a class discussion, or engage in small group talk. Offering different types of tasks and varying them keeps them focused.
“One of the ways I always try to pay attention to the different types of students is by combining senses. So, during every lesson there will be some listening, some speaking tasks, we’ll do some writing exercises, and of course some reading, but also some role-playing tasks, or a computer task. It gives every student a chance to take in information that suits him or her best.
	“Another way I try to appeal to the individual differences is by giving assignments that gradually leave more room for personal interpretation, so that lower level students have a chance of completing the assignment without too much trouble, but also gives higher level students chance to make more process. Also, and this is very important I think, giving students enough freedom and reassuring they are studying for their own benefit teaches them to be more responsible.  
“I also provide extra teachings for students who are, or think that they are, weak in English. During these extra teachings, the first thing I do is find out what the actual problem is. To illustrate, one of my students had reading difficulties. It turned out it was not the reading that was the problem, but actually a vocabulary problem. Another one of my weaker students experiences a lot of difficulty taking in information provided by me. I noticed, however, that she understands the subject at hand much better when a peer explains it to her. So, in order to give her a chance to come along as well, I have teamed her up with one of my best students, who explains my lectures to her in a way that she does understand.
“There is just one case that springs to mind where I feel that as a teacher I am unable to provide the right guidance. One of my students is diagnosed with severe ADHD. There are times when I need to curb her enthusiasm, but sometimes I am just unable to get through to her, while I think I should, because she is disturbing the other students. However, one may wonder whether this is actually the teacher’s task, or rather the task of a social worker. 
“There are also some other aspects that I would like to change. For instance, because we offer two-year programs rather than three-year programs, the time to work towards the finals is severely compromised. This means that most of the time in class is devoted to working towards these finals. I sometimes wish we had more time to do activities just for fun, like performing small plays and such. 
“But all in all, I think that with respect to the individual learning styles we are able to provide the students with plenty of guidance. I do realise that we are capable of doing so because we work in very small groups. My largest group consists of only twenty students, and the smallest is only ten. Such small classes provide the opportunity to actually get to know the individual differences and enables the teacher to act upon the differences.”   

5.3 Interview with Ms. Van Gurp, teacher of English at Alkwin Kollege, Uithoorn (HAVO / VWO) 

“The Alkwin Kollege secondary school is Roman Catholic school in principle, but not in a practising sense. I think the most religious thing our school does is offering a class in Ideology, in which not only Christian values are discussed, but also of other religions. The school’s slogan is “A school that lives”, meaning that we try to be a dynamic school. I think the most important traits of our school are its attitudes towards rules and towards achievement. In a way, our school can be considered pretty free of rules: where other educational institutions may have rules about headwear inside the school and such matters, our school does not. As for achievement, most pupils in this school are competitive and oriented on achievement.
“The bulk of the classes in our school are whole-class teaching. In the language classes this usually means that I give all pupils the same instruction and same tasks to do in class. I do not teach for individual differences, the group usually performs as a whole. Most of my pupils take on tasks in the same way, immediately proceeding to making the task. There are just a few pupils of whom I know they work differently, for instance by first looking up the grammatical rule, or looking up words in a dictionary, but I don’t give them extra or a different kind of attention because of that. Although sometimes, after I explained a certain phenomenon, I check which pupils have understood my explanation and which pupils haven’t. Then, rather than explaining it again to those who didn’t understand I ask them to just start working on the task and if they have any questions, ask one of the pupils who did understand. Some pupils understand something much better when a peer explains it.
	“I do not really think that I have that many different kinds of pupils in one class. However, I do notice that groups as a whole can differ from each other. For instance, I teach three different groups, all third grade classes. The first group does not need a lot of coaching and quietly works on their assignments, while the second group can be quite noisy and usually helps out each other when problems arise, and the third group tends to overload me, the teacher, with their questions. These are pupils of the same level and age, and still they seem to work in different ways. 
	“As for giving different kinds of task to different pupils, we do have this activity we call ‘The Carousel’. It is a creative happening and it basically comes down to the following: the pupils are divided into different groups. Each group gets a different task to work on. When they are finished they will discuss their tasks with the other groups, eventually leading to one big task as a whole. These tasks and groups are divided rather randomly than assigned to a specific type of pupil, I must admit. 
	“There are however times when I do wish I had more means to help the individual. For example I have a few pupils who suffer from fear of failure, and during tests I recognise that I should help them in some way. However, when there are 30 pupils in a class and one needs specific attention, there is just no way to manage that without disturbing the other 29 pupils. I really like to do something with individual situations like that, but in the large, whole-teaching classes I sometimes feel it is impossible. On the other hand, I also think that as a teacher you should not and cannot always consider these kinds of traits. To illustrate, I have a few pupils who are diagnosed as dyslexics. When grading their assignments I will go easy on the spelling mistakes they make. However, when I encounter grammatical mistakes that are not the result of dyslexia, in other words, when I find they did not study properly, I mark it as a fault. Simple as that.




5.4 Interview with Mr. Reeders, teacher of English at Stichtse Vrije School (SVS), Zeist (VMBO / HAVO / VWO)

	“The philosophy of SVS is based on anthroposophic thinking grounds. The head or thinking, the heart or feeling and the hands or willing is what makes a human being as a whole. Where most educational institutions only appeal to the head, SVS tries to go beyond that and tries to appeal to the heart and the hands as well. One way our school does that is by offering singing classes and art classes, and through periodical projects based around a theme. During these projects, pupils work on a paper by writing texts and makes lots of drawing. Some pupils really enjoy these projects, while others, for instance those with lesser drawing skills, are not so thrilled about them. 
	“The anthroposophic nature of the school is reflected in the language classes in the sense that, as a language teacher, I always try to make of it what Rudolf Steiner called a breathing whole. When time allows me I try to incorporate all four language skills into one class. For instance, starting off with some reading and writing exercises, doing some speaking and ending the lesson with a listening exercise or a song or so. Of course, some exercises may take longer and there is not always time for a song, but I always try to make the pupils practice the language as much as possible to stimulate acquisition.
	“Now with respect to individual learning styles, I am somewhat familiar with the concept. I have once seen one of the questionnaires used to assess a learning style. I know that some pupils prefer to work step by step, while others prefer to look at the material as a whole. Some are very disciplined and others need more coaching. Also within the anthroposophic framework we divide humans into certain types. 
“Among my own pupils I recognise that some take on tasks differently than others. The nature of our school is such that up until a very late age, many different types of pupils sit together in a single class, and because of this, as a teacher, you are almost forced to act upon it. However, in the preparation of a task I do not consider these individual differences. All pupils are given the same task, regardless of their learning style. However, the differences lie in the form and amount of feedback and guidance I give them during the task. I give feedback to those who need it and provide small extra tasks for the faster pupils. During a lecture I try to appeal to different types of learners. To give an example, when giving a grammar lecture, in the introduction I might give an explanation that appeals to the so called more inductive learners, while later on I might repeat the same thing in a way that appeals more to the deductive learners. Also, when giving oral instruction, I also provide the pupils with the same instruction in writing.
“I know that some of my colleagues like to divide the groups themselves, when they prepare a group work task. I do not. I think that guiding the groups during the process leads to better results than trying to control every aspect in the planning of a task. Of course, sometimes in hindsight, I see where I could have offered more guidance, or should have stepped in earlier to get even better results. 
	“For example, recently I did a project in the 8th grade where pupils had to work in groups to make a school paper. I allowed the pupils to form their own groups. One of the groups consisted of a couple of boys whom I knew where having trouble getting started. By appealing to their personal interests I gave them the little extra push they needed to get going. Once their interest was sparked they started working, and finished the project on their own. Later I realised I could have coached them even more, but I also feel that by letting them free, their personal development is stimulated.
	“When teaching grammar I have noticed that most pupils find it easy to take in the new information. However there is a small group of pupils who experience more trouble with this. As a teacher you need to take these pupils by the hand and guide them through the process. I think that is the most important thing you can do as a teacher to stimulate the individual process: observe problems and step in and guide them when individuals get stuck. 
	“However, the basic form of our education is whole-class teaching and sometimes, especially on busy, chaotic days, it happens that certain problems are observed too late. Sometimes as a teacher you make mistakes and realise later on where you should have stepped in. Sometimes the lessons are just too short to provide everyone with the kind of coaching they need at that specific moment. I find it important that a teacher observes his own mistakes as well. One might say that teaching does not provide learning only for the pupils; it is learning process for the teacher as well.”
	
5.5 Interview with Mr. John Welling, teacher of English at Bartiméus, Zeist (VMBO)

“Bartiméus is a special needs school for pupils with visual impairments. We offer a 5-year VMBO course instead of the usual 4 years, both a theoretical and a vocational track. Most pupils attending this school do not only have visual impairments but usually experience other problems as well, like behavioural, social or emotional problems. Some of them did not succeed in regular education and have been confronted over and over again with their limitations. As their teachers, we therefore find it more important to focus on what they can do rather than on what they cannot. We try to make them realise and, more importantly, experience that there are many activities they are capable of despite their disability. For most of them, stimulating personal growth is more important than getting high grades.  
	“In the English classes I teach I notice that each individual pupil has his own learning style, and I find it very important to get to know these individual styles and act upon them. Since we work in very small groups I am capable of actually getting to know their styles. Sometimes I even discuss them in class, asking pupils how, when and where they study. This does not only provide me with the information I need to know, but also gives pupils a chance to learn from each other. Moreover, pupils are given an opportunity to reflect on their own study behaviour. 
	“When I teach the class as a whole I try to appeal to as many modalities as possible. In a class of fully blind pupils there is no need to write anything on the blackboard, but if there is even only one pupil who is partially sighted and prefers to read, I make notes on the blackboard. I spell words out loud and often advise the more tactile pupils to note them down. But whole-class teaching is not something I often do. Rather I prefer to give individual instruction where needed.
	“The basic premise of my teaching is that every human being wants to learn. However, not all pupils are equally motivated and each pupil has a different style of learning. The key to motivate pupils is to find the material that appeals to them and if possible, material that fits the pupils’ environment. Since not two environments are the same, it is important to teach in a manner that is cut out for individuals and enables them to learn within their own learning style. 
	“To illustrate, a while ago I had three pupils who were unable to get along in class. They were intelligent enough, but they simply were not motivated. So rather than letting them suffer their fate, I tried to find out what made them tick. If not school, if not books, what would motivate these boys? One of the boys worked in a restaurant and was very interested in the catering industry as a subject. He complained he never encountered anything about this subject in our material. So I gave him a special assignment fully geared towards his interests. Surprisingly, this really got him going. Whereas before he would take a nap during the break, he was now working really hard on his assignment. He finished it successfully. Not only did he learn something about a subject of his interest, he also learned something about his own study behaviour. Moreover, it sparked his interest in school as a whole. By offering different assignments and the needed amount of counselling, I managed to motivate him enough to even pass his final exams.
“Another example of individual teaching is the third grade class I teach. The pupils in this class are roughly of the same age, but because of their educational background, they differ quite a bit in their level of English. One way of teaching this class would be to adopt a middle course, teaching something that is a bit too hard for the lower level pupils and a bit too easy for the higher level pupils. Instead I divided this class into four different groups, where each group gets the instruction and assignments suited for their level. For instance, there are two boys in this class who have a VMBO level for most of their other subjects, but for English they are capable of doing more. Rather than having them do something that is below their level, they are now working with the HAVO material. This provides a challenge that stimulates and motivates them more than working with the VMBO material would do.
	“These are just a few examples of how I try to teach for individual learning styles. Of course this way of teaching demands something from both the teacher and the pupils. As a teacher, I have to invest more time in preparing a class with four different levels. I have to actively get to know the pupils. The pupils themselves have to be more responsible, and they have to able to ask for help when experiencing trouble. I find it very important that there is some kind of symbiotic relationship, where the pupils help me to help them. 
	“As for issues that I would like to change, there is nothing right now that springs to mind. However, as a teacher, I find it important that you always keep an open mind for change. Being dynamic and flexible are key elements of being a teacher. This also means that, rather than going through the motions, you actively think about issues that need to change in the future to improve the individual learning processes.
“Moreover, it also means that you need to think about other matters than just working towards those final exams. Teaching language means more than just teaching words and grammar. It is also about teaching culture and literature. Incorporating aspects that are also fun keeps the lessons vivid and motivates most pupils. I often invite native speakers into my classroom, and I notice that almost all pupils really enjoy this kind of activity. Sometimes the things you learn the most from are the fun aspects. I truly believe that by having a bit of humour in your classes and appealing to the individual, you can achieve much better results. Of course, under the high pressure of work, most teachers are simply unable to do so, and that is a shame.”

5.6 Results of Teacher Interviews

	Since five teachers can hardly be called representative for the entire education community, I cannot draw any far-reaching conclusions. Moreover, the teachers interviewed formed a very heterogeneous group. They compromised more and less experienced teachers, both men and women and of different ages. It may very well be the case that being more experienced as a teacher makes it easier to teach for individual learning styles. However, I can draw some tentative conclusions to summarise the interviews.
	First of all, most importantly and contrary to my expectations, all teachers are familiar with the concept of individual learning styles. Among their pupils they recognise that each individual takes in information differently and overall, the teachers want to appeal to these individual differences. 
	One teacher admitted that, although he recognised the individual differences, he was not able to tell exactly how the pupils take in information, because of the nature of the school, most of the taking in takes place without the teacher.
	Three teachers who were able to appeal to learning style in some way or another indicated that they provided different materials for pupils with different learning styles. One of them did so by providing audio books to dyslexic pupils.
	One teacher also provided his pupils with an assignment that appealed to a combination of learning styles. 
	Another teacher said that he provided all pupils with the same materials and assignments, but tried to appeal to different learning styles in the form and amount of guidance he gave them during the performance of the task.
	However, not all teachers feel that they were fully able to appeal to the individual learning styles of their pupils. Three teachers admitted that they do not have the time or means to do so.
	One teacher felt that her inability to pay attention to learning styles could be the result of her inexperience as a teacher. 
	Another teacher said that, because of lack of time, he has to provide the same exercise to all pupils, even though some of them might not benefit from that particular exercise. 
	When asked whether the nature of a particular school was fit for all learning styles, three teachers said that their school was unfit for all pupils. One school required pupils to be responsible for their own work and two schools required their pupils to be highly motivated and have a competitive attitude. However, there does not seem to be any real significant difference between different forms of education and the amount of attention paid to learning style. 
	The overall tendency seems to be that the smaller the group of pupils to be taught, the more attention is paid to learning style. The two teachers who appeal the most to learning style both worked in very small groups. This follows logically from the fact that the teachers who say they appeal less to learning style do so because of lack of time.  


6 How to Teach for Individual Learning Styles

From the interviews it is clear that, although some teachers try their best, most teachers find it difficult to teach for individual differences, mostly for reasons of time and opportunity. This current chapter will provide some examples of how to teach for individual learning styles in a way that does not necessarily require very large time investment or a complete restructuring of the classroom. The examples given in section 6.1 are based on the experiences of teachers as well as my own ideas.

6.1 Making Small Adjustments

	Teaching for individual differences does not always require a complete restructuring of the educational system. Even small adjustments can give pupils that extra bit of attention they need to optimally take in information. A few examples will illustrate how a teacher can easily incorporate these adjustments into the existing program.
	When giving oral instructions, some students benefit from taking notes while listening at the same time. Others can suffice with just listening. However, not all pupils are equally capable of processing the oral information and these pupils may benefit from a written handout containing the oral information. By also providing both a speaking and a writing follow-up assignment, four different modalities can be appealed to in a single lecture. 
	It may also be the other way around with regard to the modalities. Some pupils, for example those diagnosed as dyslexic, take in information far better when they listen than when they read. Providing recordings of written material, such as audio books, can be very useful for these aural-oriented pupils.
	Assignments can be designed in such a way that more than one type of learner benefits from it. An example has already been given in the interview with Mr. Van Aken of the Montessori Lyceum Herman Jordan, who gives his pupils a vocabulary assignment that appeals to both syntagmatic and paradigmatic learners. The assignment immediately below deals with the regular past tense and is designed in such a way that both inductive and deductive learners are appealed to.

6.1.2 Assignment Example
1) Read the following text. 

The boy damaged my car when his ball bounced against it. I yelled at him and he disappeared. Later that day, he knocked on my door. I opened the door. He apologised to me. I accepted his apology. He blushed and admitted he was frightened when I yelled at him. I laughed and reminded him of the damage to my car. He offered to pay for it. I objected, because I hoped he learned his lesson. He thanked me and walked away. I smiled and waved him goodbye. 

2) Underline all the verbs in the text.
3) Make up a rule about the English past tense:




The rule for the past tense of English regular verbs is that they always end in –ed. 
4) Complete the following sentences by putting the verb in brackets in the past tense.

1.	We …… to go out (agree).
2.	The bracelet …….. to the little girl (belong).
3.	The dolphin ……...  through the hoop (jump).
4.	I …… because I was tired (yawn).
5.	She …… her long brown hair (comb).


Those who prefer to work out the rules themselves are given the chance to do so in the first part of the assignment. Those who prefer to be given the rules are appealed to in the second part of the assignment. By making the pupils underline the verbs in the text, their attention is drawn unto the matter at hand, which might provide insight to those who tend to quickly get lost when reading a text.

6.2 Making Bigger Adjustments

Once you accept that different individuals learn best in different ways, it follows logically that instruction can no longer be given to the group as a whole. When a teacher is prepared to let go of the uniformity of a class, real teaching for individual learning styles can begin, with pupils doing different tasks at the same time and the teacher as a coach for these individual learning processes.
An example of how to further individualise language teaching comes from Logan, who offers an observation from the United States. When teaching for individual differences began in the early 1970s in the United States, it was done on the basis of the following assertions:
1.	“People learn – even the same material – in different ways.
2.	People can learn from a variety of sources even if the final goal is the same.
3.	Direct teaching by a teacher is not essential for learning – it is only one of many possible learning experiences.
4.	A variety of learning activities can take place simultaneously.
5.	People may legitimately have a variety of goals or objects for learning second languages” (Logan, cited in Altman and Vaughan James 95).
The first two statements are very important to recognise from the point of view of learning style: pupils treat the same source differently and pupils can reach the same goal with different sources. Statements 3 and 4 are important when implementing individual teaching in the classroom. Although in many traditional classrooms teaching was done by whole-class teaching, it is not necessary, nor is it necessary for all pupils to be working on the same task at the same time. Statement 5 is more applicable to learning situations outside the secondary school, for instance for immigrants learning the language of the new environment. However, pupils in a secondary school language class may also have different goals, for instance those who seek an international career, and supplying extra materials catered to these pupils may help facilitate the learning process.
	There were two main reasons why teaching was individualised in the United States. The first was to “provid[e] extra time for intensive teacher-led small-group conversation practice” (Logan, cited in Altman and Vaughan James 97). Pupils who preferably work with an adult surely benefit from these activities, and the teacher can provide extra structure for those pupils with a more dependent learning style. 
	The second reason for individualising teaching was “to make learning more efficient” (Logan, cited in Altman and Vaughan James 97). The teacher offers a variety of tasks that do not require teacher involvement and appeal to different learning styles. Some tasks can be worked on alone, while others leave room for working in small groups. Some tasks are aimed at the more inductive learner, and other tasks are aimed at deductive learners. The design of the individualised classroom is one where different pupils are working on different tasks at the same time, and the teacher functions as a coach of the individual learning processes.






	Although the average teacher does not have the time nor the means to further individualise his or her lessons, I would like to present two cases of individualisation that go beyond all that has been mentioned so far. The first case is a project by Mr. John Welling, one of the teachers interviewed for this thesis. He designed lessons cut out for three disaffected pupils to make them regain interest in school. The second case is an example from Canada, where an educational institute was restructured in such a way that the same course is now taught in three completely different styles. I realise that an individual teacher might not be able to do this in the current educational system and requires the assistance of higher authorities such as the school board or the government. I therefore present these cases as an illustration of what is possible in the scope of individualised education.

6.3.1 Mr. Welling’s Example

	The aim of Welling’s project was to stimulate the interest and pleasure in learning of three of his own pupils who had lost their interest in school. The pupils were three visually impaired boys. Welling wondered whether it was the case that these pupils were not fit for school, or rather the other way around, the school was not fit for these pupils. Since the boys were all of average intelligence, Welling guessed it was the latter and aimed to find out how school could be made fit to suit these three pupils. The first step of his project was to form a wider view of the pupils’ situations and to find out more about their capacities and learning styles on the basis of his own observations and the observations of his colleagues.  Next he conducted a series of interviews with the pupils themselves to gather information about their motivations, their likes and dislikes, how they dealt with their disabilities, their attitude towards English as a subject and lastly about their expectations for the future. Next he designed a series of lessons tailored to the pupils’ interests and aimed at remotivating them for school (Welling 47-9).
	The first pupil J., being an immigrant from Bosnia, had difficulty with the Dutch language, but demonstrated to be quite capable in English. He showed a great interest in rap-music (Welling 49-51). The assignments cut out for him were aimed at all four language skills and included writing a summary of rap-music history, making a list of typical words in rap lyrics and giving a Dutch translation, with a final assignment of writing a performing his own rap song (Welling 84-6).
	The second pupil M. did not exhibit signs of any learning problems. He did show a total lack of motivation and strongly disliked learning from books. His favourite school subject was P.E. The interests on which his individual assignments were designed were football, IT and Britain (Welling 51-3). The tasks were based on a larger assignment in which the pupil planned to make a fictional trip to England, to visit a friend and together go to a football match. The tasks included finding general information about English football clubs, writing a letter to a friend and gathering information on travelling to England (Welling 87-9).
	The third pupil E. preferred working with his hands rather than learning from books. In practical lessons he was highly motivated, whereas in theoretical lessons he was not motivated at all. He showed a great interest in catering (Welling 53-5). One of his assignments was translating the actual menu of a restaurant he worked at. This assignment was not only tailored to his personal interest, but it was also linked to a real world context, which demonstrated to be important to E. (Welling 90-2).
	After a year of experimenting with different tasks and teaching methods, Welling evaluated the pupils’ achievements, including interviews with colleagues and the pupils’ themselves. The pupils said to feel more competent and showed more motivation towards working at school. Two of them felt more responsible for their work. Moreover, the assignments allowed them to work in their own preferred fashion. Overall they achieved more and regained motivation for learning at school (Welling 55-9).

6.3.2 The Canadian Example

Another example of individualising education with respect to learning style comes from Canada. The Canadian Public Service Language Training program offers language training in both official languages, French and English, for those who seek career opportunities in the Public Service. The program lasts up to one year. Before enrolling, students are given a series of tests, including a language aptitude test, and a personal interview with a trained counsellor. On the basis of the test results and interview, the counsellor makes a recommendation about the student’s training program, namely at which of the seven entry levels the student should enter, in which of the four ability streams and in which of the three teaching approaches. Students with a similar level of knowledge of the second language are grouped together, as well as students with a similar level of language aptitude. Grouping students together according to ability enables each individual to proceed at his or her own pace.
	Grouping students according to teaching approach is most interesting for the illustration here. Before the 1970s, the Public Service Language Training program offered the language courses in one approach, namely the Audio-Visual method that is inductive in nature and focuses largely on the memorisation of dialogues and oral structure drills. However, low-achieving students often remarked that they were unable to learn under these conditions, although their test scores showed that they should be able to. During the 1970s, two alternative approaches were developed and the language courses are now offered in three different approaches. The first approach is still the audio-visual method. The second approach is an analytical approach, which is deductive in nature and relies far less on the oral modality. The third approach can be described as a functional approach and has a primary focus on practical language use. Interactive activities such as conversations and role-playing games are the main core of this approach.




7 Conclusions and Recommendations for Future Research





	Chapter 2 reviewed existing literature on the different definitions of learning style, ways of assessing learning style and the role it plays in language teaching. The purpose of this chapter was laying out the theoretical background that underlies the notion of learning style. It showed that learning style exists, it can be assessed and appealing to learning style in language teaching leads to significantly better results. Pupils achieve higher grades and have a more positive attitude.
	In chapter 3 I laid out Krashen’s theoretical framework that underlies the language teaching method the Natural Approach, and gave a review of this method. Next I investigated how the notion of learning style is reflected in this method. The purpose of this chapter was to see how learning style is dealt with in theory of teaching. By comparing what pupils with different styles require to what the Natural Approach offers, I showed that the Natural Approach is not suited for all types of learners, despite the author’s claim that it is.
	Chapter 4 gave an overview of the Dutch educational system. It mainly served as an aid to help interpret chapter 5 for those readers who are not familiar with the Dutch educational system.
	Chapter 5 consisted of five interviews with teachers of English from different kinds of schools in the Netherlands. This chapter gave some insight into how learning style is appealed to in teaching practice. Contrary to my expectations, teachers are familiar with the concept of learning style. They recognise individual differences between pupils in taking in information and they like to act upon it. It also showed that most teachers are unable to do so because they do not have the time or means for it. 
	Finally, chapter 6 provided some examples of how learning style can be appealed to in gradually larger adjustments. The purpose of this chapter was twofold. First, section 6.1 showed that teaching for individual learning styles does not necessarily take much time. Secondly, section 6.2 and 6.3 gave some diverse examples of what teaching for individual learning styles can look like.
	Learning styles exist and consistently paying attention to it can significantly improve teaching. However, both in theory and in practice, its role is often neglected. In the next section, I will give some recommendations for future research to deal with this discrepancy.

7.2 Recommendations for Future Research

Now that it has been established that learning styles exist and that paying attention to them in the classroom pays off, the question remains how a Dutch teacher can easily assess the learning styles of his or her pupils. Since there are large cultural differences between pupils from different countries (e.g. Schulz 2001, Harkness et al. 2007, Horwitz 1999) it cannot be assumed that the existing learning style questionnaires can be translated as such. I recommend future research to focus on the development of a questionnaire specifically designed for Dutch secondary schools.
	Once such a questionnaire has been developed, future research may focus on investigating the learning styles and their role in language acquisition process of Dutch pupils. Moreover, doing cross-cultural research comparing different European countries to each other, or to countries outside Europe may reveal interesting aspects of cross-cultural differences in learning styles.
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